serve the needs of management faculty around the world. We make here a case for why and how management educators should remedy this situation.
In a chapter of a recent book, Teaching Management, one of our authors describes teaching portfolios and course portfolios and advises individual instructors about their development and use (New, 2006) . 1 This article extends that work by focusing exclusively on course portfolios and their potential contribution to the scholarship and practice of management teaching. We want to make management faculty more aware of course portfolios and why and how they might create one for a course they will teach. We also explain how course portfolios can make a significant contribution to the scholarship of management teaching. Finally, we recommend that one or more of our professional associations, perhaps OBTS or AOM, take a leadership role in the creation of a faculty resource, something like the Gallery of Management Courses.
Course Portfolios
The course portfolio concept emerged from a 1994 American Association of Higher Education (AAHE) project undertaken to build on Boyer's Scholarship Reconsidered (1990) 2 and "to create ways to treat teaching as a scholarly activity that can be shared, documented, studied, reviewed, rewarded, and continuously improved" (Miller, 1998, p. v) . Project participants came to value the course portfolio as the most effective means to do so and eventually developed and presented nine course portfolios as case studies (Hutchings, 1998c) , none in a business discipline.
DEFINING FEATURES OF COURSE PORTFOLIOS
The AAHE project course portfolios shared three defining features (Hutchings, 1998c) , which are also present in the course portfolios described in our hypothetical Gallery of Management Courses. First, each portfolio focuses on the unfolding of one course from conception to final results. The individual course is a powerful unit of analysis for documenting teaching because it is the unit in which most faculty think and talk about and conduct their teaching, and it is within the course that the teacher's knowledge of the field intersects with particular students and their learning (Hutchings, 1998c, p. 14) .
The second defining feature is the portfolio's spotlight on student learning. The heart of the portfolio is evidence the teacher gathers about student learning and development that occurred during the course. Evidence may include traditional classroom assessment techniques (such as exams and papers), interviews with students, peer reviews of student work, and so on (Hutchings, 1998c, p. 15) . This focus on providing evidence of results also characterizes traditional academic research and constitutes a major benefit of the course portfolio compared to the many other actions that faculty can take to enhance their teaching (Bernstein, 1998, p. 77) .
Finally, each course portfolio investigates the relationship among course goals, strategies, methods, student learning, and other outcomes such as student ratings. The teacher-scholar views the course as a kind of experiment, in which he or she starts with goals for student learning, adopts teaching practices thought to accomplish those goals (such as lectures, group projects, and writing assignments), and then observes and measures the degree to which these practices were successful (Cerbin, cited in Hutchings, 1998c, p. 16) .
PURPOSES AND FUNCTIONS OF COURSE PORTFOLIOS
As previously described, AAHE project participants created course portfolios as a way to treat teaching as a scholarly activity. Portfolios allow teaching to be represented as a discrete project that can be viewed in the same terms as other scholarly projects, thus highlighting the scholarship in teaching and connecting it with scholarship in its other forms (Huber, 1998, p. 34) . Because portfolios focus on results (i.e., student learning) and can be viewed as an experiment of sorts, they are especially well-suited to contribute to the scholarship of teaching in the field in which the course is being taught (Shulman, 1998) .
In addition to contributing to the scholarship of teaching, faculty have developed and used course portfolios to
• stimulate the teacher to more seriously consider what he or she wants students to learn and to investigate the extent to which it occurs (e.g., Chein, 1998; Martsolf, 1998) , • aid memory when the teacher prepares subsequent courses (e.g., Cutler, 1998) • generate discussion among peers about course goals, teaching practices, and student learning (e.g., Cutler, 1998; Hutchings, 1998a ), • provide information about course effectiveness to peers and other interested parties, supplementing less rich measures such as student evaluations (e.g., Bass, 1998; Bernstein, 1998; Cutler, 1998; Martsolf, 1998; Mignon, 1998; Passow, 1998) , • stimulate personal growth and development at various points in a teacher's career (e.g., Cutler, 1998; Heiss, 1998; Hutchings, 1998a; Langsam, 1998; New, Clawson, & Coughlan, 2000) .
Although not a panacea, course portfolios can serve a variety of teacher needs and provide a step in the direction of a scholarly approach to teaching that can profoundly improve faculty practices in fostering student learning (Hutchings, 1998c, p. 18 ).
ORGANIZATION AND STRUCTURE OF COURSE PORTFOLIOS
Although the organization and structure of the course portfolios created to date have varied considerably and remain a work in progress, several broad areas should generally be included (Peer Review of Teaching Project, n.d.) : (a) a statement regarding the purpose of the portfolio, (b) a description of the course (goals, learning objectives) and context (students, place within curriculum, etc.), (c) a description of the plan to accomplish and assess key objectives for student learning, (d) an assessment and evidence of student progress toward learning goals, and (e) a reflection by the author on the relation among the preceding four elements. Table 1 identifies a number of specific components that could be included within these broad areas.
Current Course Portfolio Projects and Resources
Since the AAHE project, several authors and organizations have accumulated and disseminated knowledge about course portfolios. Hutchings (1998b) Project (n.d.) archives the largest collection of portfolios and was awarded a TIAA-CREF Hesburgh Award Certificate of Excellence in 2005 as an exceptional faculty development program to enhance undergraduate student achievement. The University of Nebraska-Lincoln initiated the project in 1994 and added four partner campuses in 1999 (Indiana-Bloomington, Texas A&M, Michigan, Kansas State). The 240 publicly available course portfolios can be searched using various selection criteria (course, school, whether evidence of student learning is included, etc.). In this collection, we counted nine portfolios from faculty in business disciplines: two in management (one in negotiations, one in operations management), three in accounting, three in business writing, and one in business law. The business faculty who created these portfolios all identified themselves with one of the five partner schools, although the site is designed to serve as a repository for the course portfolios of interested faculty teaching at any postsecondary institution. The Peer Review of Teaching Project also encourages readers to write either "informal comments" or "formal reviews" for any of the course portfolios in the repository. These are sent to the portfolio author and not posted publicly.
The Carnegie Academy for the Scholarship of Teaching and Learning (CASTL) also archives and displays course portfolios. CASTL sponsors faculty research into teaching through their Carnegie Scholars Fellowship Program, and Carnegie Scholars have developed 13 course portfolios exhibited in the Carnegie Foundation Knowledge Media Laboratory (n.d.). The portfolios describe courses in various fields including music, psychology, nursing, mathematics, education, chemistry, and history, though none in business. Hutchings (2000) also discussed several of the course portfolios from this initiative.
In addition, the CASTL program works with selected scholarly and professional societies to provide networking opportunities and an invitational small grants program. Currently 23 societies have registered, none related to business. The grant program has led to several discipline-specific course portfolio projects including two samples provided by the American Historical Association (n.d.).
A number of university Web sites offer individual course portfolios as well, such as the DU Portfolio Community at the University of Denver.
OUR EXPERIENCE DEVELOPING AN ORGANIZATIONAL BEHAVIOR (OB) COURSE PORTFOLIO
One of the authors of this article decided to develop a course portfolio for the fall 2000 semester when returning to a full-time faculty position after nearly 20 years in university administration. He had taught only a handful of courses during those years and had not taught any sections of undergraduate OB, his new primary teaching responsibility. With knowledge gained from reading about portfolios, he solicited three faculty colleagues (all coauthors of this article) to assist in the design, implementation, and assessment of his OB course. Two of these colleagues had taught OB, and the third taught accounting; peers and students regarded all as excellent teachers.
Following the example of a few of the portfolios developed at the time (e.g., Bass, 1998) My intent with the portfolio is to encourage (for myself) more rigorous and systematic course planning than may have occurred otherwise, and to produce a learning tool for improving my teaching over the semesters. A secondary purpose is to provide a case study that may stimulate some conversation about teaching among interested colleagues at [the University] and elsewhere. (n.p.) Some qualitative evidence that the teacher accomplished his primary goal of "more systematic course planning than may have occurred otherwise" is offered by considering the following sections of the portfolio Web site:
• The Course Purpose and Goals section includes (a) the stated purpose for the course and its major goals, (b) a link to a referenced list of "options for OB course goals" collected from other sources, and (c) a link to a referenced list of "issues and controversies in OB teaching." Developing this material forced the professor to face the essential question: What am I trying to accomplish in this course? To answer this question, he systematically considered (a) the course goals that other professors had identified for their OB courses and (b) the issues and controversies regarding OB course goals discussed in the literature.
• The Course Design section includes course assumptions, strategies, plans for class management, and the syllabus. This section of the portfolio also contains links to referenced lists of "strategies and methods for teaching OB" and "issues in class management." Also, the teacher summarizes what other faculty have written in the literature about their course strategies and methods.
• The Implementation and Assessment section includes plans for assessing student learning and some description of what happened in prior semesters.
The secondary purpose of our portfolio project was to stimulate conversations about teaching with colleagues. Numerous conversations did occur, including presentations and discussions with faculty at a teaching seminar at one of our universities, in a doctoral class on teaching management at another of our universities, and at an Organizational Behavior Teaching Conference (OBTC) session (New et al., 2000) .
Overall, we benefited considerably from developing the course portfolio. The teacher planned the course more systematically than would have occurred otherwise. The four participating faculty and other colleagues had useful discussions about the fundamental nature of teaching and the specifics of teaching OB. Faculty participants agreed that the portfolio provided a good structure for visualizing the course as a whole and depicting it to others. The portfolio structure also encouraged the ongoing evolution of the course, although we did not make course improvements as systematically and regularly as we had planned, a topic we return to in the next section of this article. Overall, we learned a great deal about the benefits and costs of creating and using course portfolios, and we remain enthusiastic about their potential contribution to the scholarship and practice of management teaching.
A Call for Action: Creating the Gallery of Management Courses
In spite of the growth and popularity of business programs over the past 30 years, many observers continue to criticize business school education (Bennis & O'Toole, 2005; Pfeffer & Fong, 2002; Trank & Rynes, 2003) and call for faculty to take teaching more seriously (Frost & Fukami, 1997) . We believe that several characteristics of course portfolios make them a particularly useful tool for responding to critics and improving the quality of management teaching.
First, the focus of the course portfolio on the entire course, from conception through results, offers a major advantage over most of the current scholarship of teaching management. Most frequently today, teacher-scholars report the results of testing a particular teaching method or individual technique within a particular class. As readers we often wonder about other factors affecting that particular class and wish for a more complete picture of the course and what is transpiring in the learning environment. The structure of the course portfolio calls for systematically investigating and discussing all major elements of the course and learning environment.
Second, we think management education would benefit from the focus of course portfolios on student learning and investigating its relationship to course goals, strategies, methods, and other outcomes. This perspective corresponds with the increasingly widespread view that management teachers should focus explicitly on student learning and creating the best environment for it to occur (e.g., Auster & Wylie, 2006; Bilimoria & Wheeler, 1995; Freed, 2005; Ramsey, 2002; Ramsey & Fitzgibbons, 2005) .
Third, we believe the course portfolio responds effectively to business educators who seek "objective measures of teaching expertise that are as powerful and respected as the peer review process for primary research" (Danos, 2004, n.p.) . Faculty regularly lament the overreliance on student evaluations to measure teaching quality. A course portfolio provides a much more complete picture of the course, and the acceptance of a professor's course portfolio into a Gallery of Management Courses after an independent peer-review process could help answer some important questions. For example, in the view of peers, has the professor created a course where the objectives, strategies, activities, and outcomes are appropriate and worthwhile? Is each component well considered, and is there internal consistency? What and how much did students learn in the course? How did students evaluate the course and how does the teacher analyze their response? Much as peer review provides credibility to the researcher's answers to questions in traditional research, peer review would provide credibility to the answers the teacher-scholar provides to the important teaching questions addressed in the course portfolio.
Finally, we believe the fitness of course portfolios to contribute to the scholarship of teaching, for the reasons previously given, is especially important within management. As Frost and Fukami (1997) noted as guest editors of the Academy of Management Journal special research forum on teaching, a sound body of conceptual and empirical work about management teaching is needed for faculty to take teaching more seriously and for educational improvements to occur (p. 1273). We think that a significant quantity of course portfolios, accepted through a well-structured peer-review process, would go far in creating that body of conceptual and empirical work.
OBSTACLES TO DEVELOPING COURSE PORTFOLIOS IN MANAGEMENT EDUCATION
Unfortunately, at this point, only a handful of course portfolios have been developed for management courses (New et al., 2000; Peer Review of Teaching Project, n.d) . Why hasn't something like a Gallery of Management Courses emerged in the years since the course portfolio idea was initially developed? We see two major reasons.
First, we believe that management faculty remain largely unaware of course portfolios. The book chapter previously mentioned (New, 2006 ) is the only reference we found to course portfolios in the management literature. We also located one article about course portfolios in a business education journal (Stewart, 2004) and another in a marketing education journal (Laverie, 2002) . The Web sites previously identified provide a handful of management course portfolios. In total, little information exists within management education about course portfolios.
Second, we see very limited institutional and professional support and rewards for faculty who might wish to develop a course portfolio. Preparing a portfolio takes considerable time and careful thought (two characteristics shared with other scholarly endeavors). Most of the current publicly available portfolios have been prepared by faculty recruited or selected from volunteers for sponsored projects (by AAHE, Carnegie Foundation, etc.). Without such sponsorship or other support, faculty will likely perceive that goals related to course improvement, personal growth, and rewards can be achieved more efficiently without the formality of a course portfolio.
We encountered this challenge with our own course portfolio project. Our primary purpose was to help one of the authors develop a course he had not taught in many years. There was no external support or recognition anticipated for him or his collaborating colleagues. As a result, once the initial benefits of more rigorous and systematic course planning seemed significantly accomplished, we did not remain highly motivated to carry through with all the formality of the portfolio process, especially over multiple semesters. In particular, we were not very motivated to continue documenting what occurred ("why go through the formality because this project is for ourselves?"), to fully implement the assessment plan ("we know what we want students to learn and we can generally see the extent to which it is happening-why bother with more rigorous measurement and documenting results?"), or to gain the full potential of our collaboration ("I know what I wanted and see what has happened; it's my course-why bother my colleagues with this?"). It is interesting to note that these challenges frequently occur in the field of knowledge management generally. Professional and other workers tend to underdocument their learnings from experience, which makes it more difficult for next-generation program managers to work efficiently and to avoid reinventing wheels. Organizational mechanisms must be put into place to stimulate individual knowledge development and encourage and facilitate its sharing (Clawson & Conner, 2004; von Krogh, Roos, & Kleine, 1998) .
Faculty may also perceive course portfolios as "giving away" their intellectual achievements and the investments of time and energy they have made in course development. When faculty present or publish traditional research, they typically receive organizational and professional recognition and rewards for their efforts. At present, faculty do not commonly receive similar benefits for creating a course portfolio and making it publicly available. Some of the leading scholar-teachers in management strongly expressed this concern when our portfolio project was discussed at an OBTC (New et al., 2000) . These same individuals openly share the results of their traditional research, disseminated most frequently through copyrighted sources (books, journals) and generally rewarded and supported by their institutions and the profession. We contend that most of today's traditional research would also not occur without institutional and professional support and reward. Similar support and reward for those who develop course portfolios is needed if portfolios are to become important to the evolution of management education.
We also recognize the historical and continuing ambivalence among some academics about the scholarly status of teaching itself and the scholarship of teaching (Huber & Morreale, 2002) . We believe something like a Gallery of Management Courses would lead more faculty to agree that the rigorous documenting of a course and its results is a valid scholarly activity.
Finally, as with any new media or unusual genre, course portfolios present the challenge of determining the quality or distinction of the scholarly work (Huber, 2001 ). Course portfolios remain at an early stage of development, and available examples show widely differing degrees of sophistication. Some resemble field notes and others more carefully crafted ethnographies (Huber, 1998, p. 34) . A more generally accepted set of standards, along with related institutional and professional recognition, must be provided to stimulate teachers to devote more time and energy to the development of formal course portfolios.
HOW TO MOVE FORWARD
Although obstacles clearly exist, we believe the community of management teacher-scholars can create and maintain something like the Gallery of Management Courses. To do so, business schools, individual faculty, and professional organizations such as OBTS and AOM, should consider taking a number of actions, assessing the benefits and costs of doing so given their particular goals and circumstances.
First, business schools should consider encouraging faculty to develop course portfolios by providing some of the same incentives and support they make available for traditional research. Faculty, especially the very best teachers, could be encouraged and provided incentives, such as summer grants and course releases, to develop course portfolios that will be publicly available. Schools might, for example, name an "outstanding business educator" each year and provide an incentive for that person to create a course portfolio that would be posted on the school's Web site as a resource for faculty worldwide. A school might enhance its teaching reputation by displaying top-notch course portfolios, or collaborating with other schools to do so (as in the Peer Review of Teaching Project). Business schools could also encourage faculty to submit course portfolios as part of a job application and in the performance appraisal process because portfolios provide a more complete and richer picture of teaching quality than do traditional measures such as student course evaluations.
Second, individual faculty should consider creating course portfolios when developing new courses or rethinking those taught previously. At a minimum, the portfolio development process reminds faculty to ask key questions: What are the course goals? What are the important learning objectives? What evidence will show how well these have been achieved, and to what extent did the course plan work out? Subsequently, the course portfolios could be used as the basis for discussing the course with others, including colleagues teaching the same course, or as input into a job application or performance review process. Faculty could also make their course portfolios more widely available through the Peer Review of Teaching Project previously mentioned, through a personal Web site, blog, or section of the Wikipedia (http://www.wikipedia.org), or perhaps through an article in a journal such as Journal of Management Education.
Although these actions by individual faculty and business schools would improve the quality of management teaching, we believe that management course portfolios will remain uncommon unless they gain legitimacy as a form of scholarship within the management discipline. To be considered as scholarship, course portfolios must be public, subject to critical review and evaluation, and accessible for exchange and use by other members of one's scholarly community (Shulman, 1998) . We think that one or more of the professional associations within management should take a strong leadership role and establish a peer-review process that will legitimate course portfolios as scholarship and make them available for use by management teachers worldwide.
To begin, we recommend that OBTS and AOM, the two leading academic associations with missions that include advancing the scholarship and practice of management teaching, collaborate on a comprehensive study of the benefits and costs of using course portfolios within management education and determine how a peer-review process could be developed and maintained. They could learn from, and perhaps gain by partnership with, those organizations already experienced with course portfolios, such as the Carnegie Foundation or the Peer Review of Teaching Project. Concurrently, because the comprehensive study and planning process is unlikely to occur quickly, OBTC and AOM should encourage the development of course portfolios in other ways. For example, the teaching journals of these organizations could publish a special edition on course portfolios and invite noted management scholar-teachers to prepare portfolios, make them publicly available, and then write articles based on the experience. Also, the existing virtual discussion groups within management, such as the AOM divisional sites covering the relevant course area, could initiate discussion of the key questions asked in the course portfolio process (e.g., "What student learning goals should faculty pursue in an OB course?"). With many of our leading scholar-teachers among the "baby boomers" who are beginning to retire, we should start taking these actions as soon as possible.
With a peer-review system in place and adequate support and encouragement, we believe that a sufficient number of management faculty will develop course portfolios to create and sustain a useful and publicly available knowledge base. Much as faculty now learn from and contribute to a traditional research area, they will do the same for various management courses. If business schools, individual faculty, and the professional associations would encourage the same kind of professional standards they apply to traditional research to the development of course portfolios, we believe the quality of scholarship and practice of management teaching would rise. More personally, for you, when you next take on the challenge of developing a new course or redesigning a current one, one of your early steps could include consulting the newly developed and increasingly popular Gallery of Management Courses.
Notes
1. The course portfolio focuses on what transpires during a single course, whereas the teaching portfolio provides a more comprehensive account of one's teaching performance over multiple years. Although the course portfolio was developed more recently and is not as well-established as the teaching portfolio, it is more widely described as contributing to the scholarship of teaching (New, 2006, p. 468) .
2. In Boyer's (1990) highly influential book he argued for an enlarged definition of scholarship to more realistically reflect the full range of faculty work. His new definition includes four separate but overlapping functions: discovery (what academics generally mean by research), integration (across disciplines or into larger intellectual patterns), application (responsible application of knowledge to consequential problems), and teaching (transmitting, transforming, and extending knowledge through interaction between teachers and students).
